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As part of a cross-cultural collaboration, a teacher performance assessment
(TPA) was implemented during 2009 in three Malaysian institutes of teacher
education. This paper reports on the TPA for graduating primary teachers in
Malaysia. The investigation focused on the pre-service teachers’ perceptions
about whether the TPA provided them with an opportunity to document success-
fully their professional learning and professional practice. Successful completion
of the Malaysian TPA was closely aligned to successful relationships, support
and collaboration between Malaysian lecturers and pre-service teachers, and
between pre-service teachers and their classroom teachers. Overall, the TPA did
provide pre-service teachers with an opportunity to focus on the connection
between theory and professional learning during field-work, and to become
reflective evidence-based practitioners. Recommendations for improving the
assessment of pre-service teachers are discussed.
Keywords: internationalising teacher education; structured portfolios; authentic
teacher assessment
Introduction
Globalisation and internationalisation are influencing school and higher education
systems across the world and the impact is not always seen positively (Spring
2008). Globalisation brings many challenges as well as providing opportunities for
collaborations across international boundaries (Gopinathan et al. 2009; Seongja
2008; Seferoğlu 2006; Tan et al. 2010). At worst, education programmes are simply
exported to other countries (Udin and Johnston 2006), but at best they are co-devel-
oped, contextually situated, and then implemented in-country as a result of collabo-
rative endeavours across country boundaries.
Globalising effects of education have particularly impacted the Asia-Pacific
region in recent times. As acknowledged by Suzuki (2008), there are conflicting and
often contradictory cultural conceptions of teaching and learning in the region. How-
ever Suzuki (2008, 235) has argued that ‘in China, Korea, Vietnam, Japan and other
nations on the Pacific Rim, several measures for innovating school education and
renewing teaching qualifications are needed’. He suggests that these are needed:
in order to cope with competitive markets and to adjust intrasocietal institutions to
accommodate the drive towards globalisation in both commerce (industry) and culture
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(learning). At this point one can see teachers having to deal with new tasks and hence
the importance of their renewed education and training. (Suzuki 2008, 237)
Teacher education faces the challenge of providing pre-service and practising
teachers with programmes to help them cope with the ‘new teaching and learning’
brought about by globalising influences. Moreover, educators and educational
researchers face challenges associated with positioning and investigating teaching as
being ‘at once universal and yet responsive to indigenous cultural drives’ (Suzuki
2008, 237). Thus, the trends of teacher education reforms in Asia reflect dilemmas
associated with trying to reconcile the historical, cultural and political reflections of
teaching and teachers’ work with views from other parts of the world.
Despites these challenges, the Malaysian Ministry of Education ‘established the
target of … 50% of primary school teachers’ having ‘degrees by the year 2010’. In
response to the internationalisation of education, primary pre-service teachers were
also to use English ‘as the medium of instruction in mathematics and science’
(Mokshein, Ahmad, and Vongalis-Macrow 2009, 20). However, in July 2009, the
Malaysian government announced that it would abandon the use of English to teach
mathematics and science, and Malay will be reinstated in 2012 in state-funded
schools.
The original Malaysian initiative in 2003 resulted in an Australian university
being funded by the Malaysian Ministry of Education to work with three Malaysian
teacher training institutes in offering a four-year Bachelor of Education to prospec-
tive primary school teachers specialising in teaching mathematics and science in
English. This programme was taught by the teacher educators in the Malaysian
Institutes after collaborative work with academics from the Australian University.
Courses were co-constructed rather than simply transported from the existing
Australian University programme. Australian and Malaysian academics worked
together in Australia and Malaysia and via electronic communications to develop
courses that aimed to be responsive culturally, religiously and ethically. The
Malaysian teacher educators implemented the co-developed courses in their own
institutions, with Australian and Malaysian teacher educators visiting pre-service
teachers while they were completing their internships. Likewise, the Australian and
Malaysian teacher educators collectively moderated all assessment tasks. The
pre-service teachers in this programme were selected by the Malaysian Ministry of
Education and the 202 graduates from the programme received a degree from the
Australian university.
This paper reports on an investigation into one part of the collaborative teacher
education programme, the final extended teaching period in schools (the internship)
and the associated capstone teacher performance assessment (TPA). The TPA was a
structured portfolio designed to provide the opportunity for pre-service teachers to
document their professional practice and knowledge, and the evidence of student
learning and professional decision making that was informing their work in schools.
The study examined pre-service teachers’ perceptions of the TPA and its impact in
relation to what it aimed to do. Data were collected via three methods: three open
forums (enabling the entire cohort involvement), focus groups and interviews.
Emerging themes highlight that the TPA acted as a tool for reflection, engaged
professional learning and negotiated their emerging professional identities. It was
also a catalyst for professional development in many of the schools where these
pre-service teachers were undertaking their internship.
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Pre-service teacher performance assessments
The worth of teacher education programmes is increasingly judged by ‘how prepa-
ration influences teachers’ effectiveness, especially their ability to increase student
learning in measurable ways’ (Darling-Hammond 2006, 120). In teacher education,
comparative analyses of student learning outcomes across countries is often used to
impose regulatory mechanisms on the teaching professional and teacher education,
including standard setting, teacher testing, evaluation and accreditation of teacher
preparation (Tatto 2006). So that the measures of student learning (and consequently
teacher effectiveness) are not reduced to simple comparisons of scores on standard-
ised tests, there is ‘a growing interest among educators and evaluators in construct-
ing other forms of [teacher] assessment that better reflect the complexity of
teaching and can provide valid data about competence while helping teachers
improve the calibre of their work’ (Darling-Hammond and Snyder 2000, 526). In
response, structured portfolios are being utilised as capstone or culminating assess-
ments that require pre-service teachers to submit specific artefacts, statements and
reflections in response to standardised prompts. An example of such a structured
portfolio assessment is the Performance Assessment for California Teachers
(PACT). PACT is a teacher performance assessment designed to examine ‘the plan-
ning, instruction, assessment, and reflection skills of student teachers against profes-
sional standards of practice’ (Darling-Hammond 2006, 121). The PACTs use of a
standards framework is not an isolated approach. As Tang (2008, 17) noted, ‘the
standards movement is prevalent in many education systems … professional stan-
dards for teachers are developed with the major purposes of professional learning
and quality assurance’.
Structured portfolios can be framed by professional standards designed to assess
authentically the complex and context-specific nature of teachers’ work within
workplace settings. Authentic assessment is referred to here as ‘a broad base of evi-
dence in the assessment of teaching, and advocate[s] multiple sources of evidence
collected over time and in diverse contexts’ (Tang 2008, 19).
When this programme was being implemented, Malaysia introduced a set of
national teacher standards, but there was little evidence that authentic forms of tea-
cher assessment were being used beyond the practicum evaluation report. Thus, the
Malaysian teacher educators and the Australian teacher educators set out to develop
and implement a Malaysian TPA in the context of the Bachelor of Education
degree, using the Malaysian teacher standards, and drawing on the planning,
instruction, assessment and reflection structure of PACT.
The Malaysian TPA’s tasks included prompts and questions designed to cap-
ture teachers’ work and reflect the integrated and connected teaching and learning
cycle of planning, teaching, assessing and reflecting over a teaching sequence
comprising a series of lessons directed towards a specific learning outcome. The
artefacts collected and prepared by the pre-service teachers, along with a short
videotape of a teaching segment, were submitted as a portfolio for assessment. In
addition, bi-weekly feedback forms based on the Malaysia Teacher Standards were
completed by the classroom supervisors and acted as a stimulus for continued
professional dialogue between the pre-service teachers and their classroom super-
visors. It should be noted that observation and written feedback on practice had
not been a regular feature of practicum experiences in these institutes prior to this
programme.
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The design of the rubrics used to assess the portfolio became a major focus of
the collaborative work. Malaysian educators worked together as a group to refine
the TPA rubrics to ensure that they not only judged the work in relation to the
Malaysian teacher standards but also reflected the cultural contexts within which
the pre-service teachers would work. While the author worked in collaboration with
Malaysian colleagues in developing the TPA and also in moderating the results of
its assessment, she did not work directly with the pre-service teachers.
Preparation for the TPA occurred as a trial in the first half of 2009. As a result
of evaluation of the trial, modifications were made before the capstone TPA was
implemented in the second half of 2009 while the pre-service teachers were com-
pleting a 12-week internship in schools. The research reported in this paper was
conducted during that time.
Investigating the Malaysian teacher performance assessment
Data were collected over a period of two weeks in Malaysia by the author. The
pre-service teachers had no previous contact with the author as the contacts had
been made directly with the teacher educators in each institution.
Data methods
Forums
At the completion of their internships in the final year, the cohort of 202 pre-service
teachers studying the Bachelor of Education in Malaysia was involved in one of
four open forums. The open forums were held in Sarawak, Penang and Butterworth.
The forums provided the opportunity for the whole cohort to give feedback on the
internship in general and the TPA in particular. The open forums were recorded and
field notes were taken. At the end of each of these forums all the participants were
invited to provide written feedback.
Focus groups and interviews
In the interviews and focus groups, the pre-service teachers were asked how they
would describe the TPA to another pre-service teacher, to a lecturer and to a class-
room teacher. In addition, they were invited to identify aspects that helped them (or
not, as the case might be) to demonstrate the Malaysian teacher standards and to
pinpoint any difficulties they encountered in working through the TPA. All inter-
views and focus groups were recorded and transcribed for analysis. Twenty-four of
the 202 were also involved in one of four smaller focus groups.
Semi-structured interviews
In addition, a convenience sample of 21 pre-service teachers was involved in seven
semi-structured interviews, usually conducted with two or three student teachers
each time. A further five chose to write responses to the interview questions, rather
than have them recorded.
Eleven (eight males and three females) were interviewed in remote rural schools
in Sarawak. These pre-service teachers usually had 18–24 students in their classes
and the first language of the students was Iban. However, the beginning teachers’
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first language was often Bahasa Malaysia. On the island of Penang, five female pre-
service teachers were interviewed. The mother tongue for both the beginning teach-
ers and their students was Bahasa Malaysia and there was often up to 50 students
in the classes. There were a further five female pre-service teachers from the Butter-
worth region each with approximately 30 students in their classes speaking Bahasa
Malaysia. The cohort taught maths and science in English supplemented with
Bahasa Malaysia as required.
At the midpoint of each interview, participants were asked to rank the impact of
the TPA on their development as teachers using a simple seven-point Likert scale
(1 = negative impact, 7 = positive impact). This was an attempt to cross-check for
consistency in responses to identify whether cultural politeness was a major influ-
ence in the type of responses. This cross-check also enabled interrogation of gender
issues and context differences that might have influenced the implementation of the
TPA.
Table 1 provides an overview of the responses. Seven signalled that the TPA
had contributed to and supported their professional learning, while 10 suggested
that it had contributed to their professional learning in some major ways and four
believed that it had absolutely contributed to their overall professional learning.
Categorisation of responses shown in Table 1 indicates that the TPA tasks and
prompts were perceived as having a positive impact on pre-service teachers’ profes-
sional learning and development as a teacher, regardless of gender or school
contexts. This is an important indicator that the TPA was not discriminatory. The
tasks do not seem to have disadvantaged those placed in poorly resourced schools
or where there were large numbers of students in a class. Nor does it seem, albeit
in a very minor snapshot, to have a gender bias. However, this needs further
investigation with larger numbers and from a range of diverse contexts.
Analysis
Transcripts of the interviews and the focus groups as well as written feedback col-
lected in the forums were interrogated to identify emerging themes. Analyses of the
interview data were reviewed in line with the overall rating the pre-service teachers
offered about the impact of the TPA on their development as teachers. The level of
agreement was strong. In an attempt to ensure data reliability subsequent analysis
was performed. Forum data were cross-checked with interview data, and both were
cross-checked again with focus group data.
Findings: emergent themes
Three themes were identified when analysing data gleaned from the pre-service
teachers:
Table 1. Preparing for the profession.
Ranking of TPA by pre-service teachers N Urban Rural Male Female
5 7 2 5 5 2
6 10 6 4 4 6
7 4 2 2 2 2
10 11 11 10
Note: TPA: teacher performance assessment.
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• reflection as a powerful summative tool to assess learning, as well as a
formative tool for learning to teach
• contribution to professionalism
• successful completion of the Malaysian TPA was closely aligned to relation-
ships, support and collaboration between Malaysian lecturers and pre-service
teachers; pre-service teachers and classroom teachers.
Each of these themes is discussed below. For all the pre-service teachers English
was their second language (and in some cases, their third). The exact words of the
participants have been used. Where additional words help to clarify the intent of the
speaker, these have been added, indicated by square brackets.
Reflection tasks: preparation for teaching
The analysis draws on notions of professional learning. In this study, professional
learning is seen as not solely focused on skills but also associated with individual
inquiry, critical reflection and evaluation of practices. The cohort highlighted the
fact that the reflection tasks in the TPA had contributed to their growing under-
standing of teaching and learning. References to reflection have been grouped into
two subcategories: video-stimulated reflections; and evaluation through reflection
via planning and assessment artefacts.
Video-stimulated reflections
Reflection as a powerful process in learning to be a teacher was evident with
comments such as, ‘the TPA is like action research, reflecting on practice to
improve practice’, and from another, ‘It is your story about the children, and you as
the teacher’.
All the pre-service teachers highlighted the value of videoing their teaching: ‘we
can see from another point of view, we can see how the other person sees us, how
the students see us’. This was reported as a particularly significant factor in their
learning. For example, the student teachers suggested, ‘if the video recording is not
required as part of the teacher performance assessment, we think we will not take
the initiative to analyse our mistakes and improve. In the video we can notice many
good and bad sides of our teaching, which we always tend to neglect’.
They were learning about themselves as teachers from multiple perspectives. It
proved to be purposeful as they were beginning to regulate their own practice. For
example, it was suggested that the video allowed them ‘not to neglect aspects of
teaching’. One indicated after viewing the video that ‘teaching weaker students is a
challenge for me but I am willing to take it [on] and face it’.
There was a consensus that from the videotaping ‘our mistakes become obvious.
It is very helpful to see what we have done wrong and try to improve especially on
the instruction. We are not aware that our language is actually confusing’. The con-
fusion referred to is in connection with their students, who had minimal English
while being taught science and mathematics in English.
The TPA-prompted reflection helped the beginning teachers to consider their
students’ learning as the videotaping allowed them to recognise how students
‘respond [to the lesson]. There was quite a range, very quiet [ones] trying to get
response … and focusing on the quick students because they are very hard to teach’.
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Others mentioned that it helps to know about your students’ learning styles and what
you are videoing; it helps you to understand your students.
Analysis indicated that the TPA’s emphasis on reflection helped some pre-ser-
vice teachers to move beyond merely reflecting after a teaching event to reflecting
in and during practice. This became evident in comments about observing students
during classes. For example, the TPA ‘involved reflection and observing students
and how they perform, which helps [us] to plan future lessons’. It also seems that
reflection in practice helped ‘with improvising when there was a lack of resources’
or if the students did not understand English or Bahasa Malaysia.
Some student teachers saw the reflection process as helping to stimulate per-
sonal insight and contribute to building an emerging professional identity (Coldron
and Smith 1999). A number of respondents indicated that the reflection tasks in the
TPA allowed self-discovery in relation to their teaching selves. For a small number
there was an increase in meta-cognitive reflection. Here, meta-cognition is used to
mean ‘knowledge concerning one’s own cognitive processes, and the active moni-
toring and consequent regulation of these processes in the pursuit of goals or objec-
tives’ (Graham and Phelps 2003, 6). These pre-service teachers were making a
transition from reflection to reflexivity. For some, TPA ‘is not only about the
assignment, but it’s actually a reflection on our own teaching when you are answer-
ing the questions’. One indicated that the TPA ‘is how they [pre-service teachers]
can discover themselves; doing the assignment we discover how we can see [our-
selves through] the reflections’.
Evaluating and decision making
An emphasis on reflective evaluation was evident. When referring to evaluation,
what is meant is the process of considering what is occurring in the learning envi-
ronment that leads to informed decision making. A general consensus among the
cohort was that reflection allowed them ‘to investigate the students’ learning, our
suitableness or competencies of teaching style for the students, assessing teachers
and students’ performances and seeing the result’, which is a critical aspect of
teachers’ work in evaluating the learning environment and individual learners.
These beginning teachers were demonstrating their critical awareness of the com-
plexities involved in teaching.
The pre-service teachers recognised that professional learning was occurring
with their engagement in the TPA tasks and prompts. Comments like ‘the TPA
helps us to meet the measure of the teaching standards, [the] need to reflect on
teaching and performance, assess ourselves and [be] ready to update ourselves, the
TPA helps very much actually. Moreover, the TPA acted as a stimulus that has
helped us to wonder’. This highlighted the value of the TPA as a tool for profes-
sional inquiry. Many were moving beyond simply building technical competence,
becoming inquirers, wondering about teaching and learning. Further to this, they
acknowledged that the TPA was a valuable tool in guiding professional decision
making and ongoing improvement of their professional practice. For example, ‘it
makes me think carefully in choosing the class activity and planning the appropriate
lesson plan, and I liked the chance to improve myself in teaching’.
Others suggested that the TPA could provide an opportunity for lecturers and
classroom supervisors to guide professional evaluations, ‘as [the] TPA could be
referred to by others to see if [classroom] students are being assisted; if the method
Journal of Education for Teaching 301
D
ow
nl
oa
de
d 
by
 [D
ea
kin
 U
niv
ers
ity
 L
ibr
ary
] a
t 1
6:3
8 2
3 M
ay
 20
12
 
is not correct [then the pre-service teacher] can get help’. In this way professional
evaluations and learning are seen as being guided by authentic evidence of teachers’
work.
Some were able to reflect on the teaching though evaluating processes and prob-
lem solving. One suggested that the best way to introduce a lecturer to the TPA
would be to ‘refer them to my reflection plan, so they could see what I am doing
and how I have reflected upon this and found possible solutions’. The TPA prompts
stimulated evaluations which resulted in problem solving. Some mentioned that they
planned to ‘use the TPA in the future [so that] we will improve [further] and the
students [will] also improve’. The indication was the TPA promoted professional
learning. Rather than being intimidated by challenging situations in the classroom
many were investigating, evaluating and seeking solutions. In doing this, they were
demonstrating emerging self-efficacy and becoming reflective, evidence-based
practitioners.
Contribution to professionalism
The TPA appeared to provide opportunities for this cohort to seek further profes-
sional learning opportunities. As one suggested, the ‘TPA is like one type of evolu-
tion that’s very effective … you know what work is and what [it] is not’. This
individual saw the TPA as explicitly helping him to evolve and grow as a teacher.
Even though it was implemented as a capstone assessment, the scaffolded nature of
the tasks and prompts appeared to contribute to professional growth and evolution.
This comment, along with many of his peers, indicated that the TPA was a motivat-
ing influence as they could see documented evidence of their progress over time.
Others reported that the TPA ‘teaches us how to be professional’, and that it
revealed ‘that I am not [good at] managing my time’. The management of time was
not in reference to their classroom practice but in how they were managing the
TPA tasks and other internship requirements. Often, the pre-service teachers were
preoccupied with surviving the demands of beginning teaching. This cohort reported
that working with the ‘TPA helps [reduce] stress in schools, and helped us to get
used to the school environment’. Others suggested that it ‘helped with our
confidence’, reinforcing the value for professional learning and self-monitoring
through evidence-based practices.
Some of the beginning teachers suggested that ‘using the TPA [helps] to
improve the team, school-based collaborative approach’. Beginning and classroom
teachers’ TPA discussions became instrumental in driving a process of professional
growth, development and change in the school, often with no specific or planned
intent in this regard. This was especially evident in the rural schools, where the
TPA prompts acted as a stimulus for the student teachers’ continued professional
dialogues with their classroom teachers.
One of the requirements in the internship was for classroom teachers to
complete regular feedback based on the Malaysian Teacher Standards. The cohort
felt that this was very valuable when completed in association with the TPA, ‘as it
asks the classroom teacher to think [more deeply] about their feedback’. In this
way, when aligned with, and informed by, the TPA, the classroom teachers’ feed-
back prompted meaningful professional dialogue and collaborative professional
learning. The cohort considered this more beneficial for their learning to teach than
the previously used numerically rated practicum reports ‘… the TPA assessment is
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better than being given a numerical grade 5, which equates to “very good”. This is
a better system because the TPA also asks the classroom teacher to think, it asks
you to be more precise’. All mentioned how the TPA, as an authentic assessment of
professional practice, ‘requires lecturers to give reasons for their thinking’.
Previously, lecturer reports had relied on a numerical rating of each dimension of
teaching and learning.
Professional development also occurs when professional communities enhance
one’s professional learning capacity. The rural cohort saw the focus of the TPA ‘as
not only [on] learning how to teach, but also how to work together with other
teachers in the school …’. Some noted that undertaking the TPA gave them ‘the
chance to communicate with the experienced teacher and get some knowledge from
them’. The TPA encouraged the beginning teachers to consult with their classroom
teachers about their students in a professional and in-depth way. The tasks provided
a concrete platform for professional discussions.
The TPA provided opportunities to build communities of practitioners in the
rural settings. This cohort regularly referred to how the TPA brought them together
‘to share experiences, providing help, feedback from friends and solutions to prob-
lems that [are] not ours [yet] we share them’. Learning communities of this type
had rarely occurred previously among cohorts. It is also worth noting that those in
remote settings travelled long distances to meet their peers to discuss their work.
Value of successful professional relationships between lecturers, pre-service
teachers and classroom supervisors
The TPA supported the student teachers in establishing good relationships with the
lecturers and classroom teachers: ‘the style is more open, we feel more comfortable,
we know what the supervising teacher thinks of us and the lecturer and I get to chat
…’. The use of words such as ‘friendship with teachers, students in other pro-
gramme … never experienced this …’ appeared frequently. The lecturers’ feedback
or conversations with the pre-service teachers was sought after. They reported that
the ‘lecturers’ feedback is very helpful … [the ] lecturer is one of the people [who]
is able to affect the students’ [pre-service teachers’] performance in classroom’.
Many believed that for the TPA to be viewed as important it required both the ‘tea-
cher and pre-service teacher completing the TPA in a learning partnership’.
A problematic area was when classroom teachers were not aware of the TPA
task requirements. When this happened, ‘sometimes [it was] difficult to complete
the lesson sequence when teaching only twice a week and [with] the school day
interruptions. … then it is a pressure and a burden on us to meet the tasks’. Some
reported that the classroom teachers found the bi-weekly feedback requirement
‘complicated and this made it hard [for the pre-service teachers] to understand bi-
weekly feedback from classroom supervisors, [they were] having trouble filling …
in the questions as they were too general’.
The cohort recognised that the introduction of new teaching approaches unfamil-
iar to the primary students with whom they were working (for example, constructiv-
ist approaches instead of direct instruction) created further difficulties. ‘It is difficult
for students and teachers as they are not used to it. The classroom teacher says your
way is not working, …[but] the strategies will work, but it takes a longer time …
and most subject teachers will not risk [doing] that as they have to follow the
syllabus at this period of time … to cover the syllabus’.
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Also problematic was when the student teachers felt a lack of support due to
there being ‘limited people to turn to for help [when they needed more] guidance
about the TPA assessments and rubric connection to standards’.
Discussion
A signifier of an authentic teacher assessment is that it provides the opportunity for
teachers to demonstrate how their knowledge and skills inform their professional
practice in the classroom and for them to articulate the associated professional deci-
sion making for student learning. The Malaysian TPA was designed as a structured
portfolio to provide the opportunity for pre-service teachers to document their readi-
ness to ‘draw on many disparate kinds of knowledge and skill, balance competing
goals, and put into action what they have learned while evaluating what is working
from moment to moment and changing course as needed’ (Darling-Hammond 2006,
129). In this study, the pre-service teachers’ judgement about the capacity of the
TPA to do this was generally positive, with many saying that it was ‘more precise
in the information it provides about yourself to others’ and that it acted as a
‘blueprint of my practicum in schools’.
In addition to being an authentic assessment of pre-service teachers’ professional
practice in the classroom, this study showed that the TPA tasks seemed to provide a
stimulus for reflection. However, this often did not go beyond simply reflecting on
practice. For many pre-service teachers, the TPA did not encourage them to ‘tran-
scend the technicalities of teaching [to] think beyond the need to upgrade instruc-
tional techniques’ (Chi 2010, 172). This finding emphasises the importance of
meta-cognitive tasks being explicitly incorporated into structured portfolios so that
pre-service teachers can demonstrate not only the ways in which they ‘perceive
what they do and why they choose one practice over another … [but to indicate
they can] subject their own beliefs on teaching and learning to critical analysis, and
thus assuming more responsibility for their subsequent actions’ (Chi 2010, 171). Of
course, it may mean that these aspects need much closer attention in the teacher
education curriculum in the first place.
This cohort indicated that the TPA did facilitate professional learning. Moreover,
the findings suggested that when pre-service teachers complete a structured portfolio
like the TPA, they are more likely to talk about teaching and learning to teach in
non-technical ways. It was interesting to note that not one of the pre-service teach-
ers used the term ‘train’ or talked about ‘being trained’ in their discussions with the
researchers.
Darling-Hammond and Sykes (2000, 529) argue that ‘The calibre of the work
generated by teacher candidates in programs where study is both rooted in practice
and unremittingly analysis suggests that the concerns of beginning professionals can
move more quickly from a focus on self to a focus on students when they have
tools to help them train their sights on the effects of their actions and decisions [i.e.
reflection]’. One key finding from this study is that when pre-service teachers per-
ceived the TPA as explicit documentation of teacher performance, considerations
about student learning became peripheral. Data indicated that when pre-service
teachers speak only about themselves and their teaching, they essentially separate
the teaching act from considerations of student learning. This is worrying since the
explicit purpose of the TPA was to assess teacher performance specifically related
to student learning and the associated professional decision making. It would appear
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that much work needs to be done in the teacher education curriculum, as well as
the related practicums and assessments, to capture the centrality of student learning
in pre-service teachers’ work.
It is important to note that the Australian teacher educators who collected the
data from the pre-service teachers had not taught the cohort. Also, ethics approval
from the university to conduct this research was conditional upon not reporting data
until the year after the cohort had completed the programme, which the pre-service
teachers knew. The author does acknowledge, however, that cultural sensitivities
around not wanting to offend and wanting to please the interviewers may have
biased the pre-service teachers’ comments. Notwithstanding this, data collected from
the pre-service teachers indicated that the TPA was employed successfully as a
means by which pre-service teachers articulated the complexity of teaching and
learning and their capability as evidenced-based practitioners. However, the success
of the TPA for these purposes was also connected to supportive professional
relationships.
A further factor that needs to be considered with regard to these pre-service
teachers being accepting of non-traditional ways of being educated about teaching
and learning could be attributed to their selected entry for the programme, as deter-
mined by the Malaysian Ministry. They realised they had been selected, which pos-
sibly was a motivating factor in accepting non-traditional ways of learning and
demonstrating this through the TPA. In addition, this was a four-year programme
that provided pre-service teachers with ample opportunity to become familiar with
non-traditional ways of teaching. This study indicated the importance of the rela-
tionship between the teacher educator and the pre-service teacher and the ensuing
professional dialogue that informed ongoing and effective professional learning that
focused them on evidence for decision making. Also of significance is the collabo-
ration between classroom teachers and pre-service teachers. Features of effective
collaboration that facilitate powerful professional learning include: reflections on
practice, explicit discussions about teachers’ work, and engagement with the TPA
tasks and evidence documentation. The support provided by classroom teachers was
important for pre-service teachers in providing them with opportunities to experi-
ence all aspects of teachers’ work and thus to be able to document in the TPA their
professional decision making and professional practice across a variety of dimen-
sions of teachers’ work. This type of support relies in part on teacher educators
explicitly communicating with classroom teachers about what is expected in order
that pre-service teachers can document their professional work over a sustained
period.
Conclusion
Many countries are experiencing increasing levels of state and federal control ‘over
the content and practice of teaching … [and this] is a significant challenge to the
professionalization of the occupation’ (Evans 2010, 183). This control often mani-
fests itself in simplistic descriptors of teaching and learning and associated narrow
measures of quality and effective education. This, in turn, narrows the focus of tea-
cher preparation, opens up a variety of pathways one can take to teaching, and
compromises what counts as quality teacher preparation for effective beginning
teaching practice. It is important for teacher educators to be visible and active in
taking a lead in this context. Structured professional portfolios appear to provide
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authentic means for assessing beginning teachers’ readiness for teaching by
capturing many dimensions of teachers’ work as well as its evidence-based core
and associated decision making, which is at the heart of professional judgement.
Moreover, structured portfolios seem to be able to assist in maintaining the
connections between teaching and learning theories that inform practice when in the
field.
Evans (2010, 187) indicates that ‘public acceptance is an integral aspect of the
professional label, so there needs to be a strong consensus on preparation and prac-
tice among practitioners to build public confidence and support to teachers’. The
introduction of structured portfolios through the Malaysian TPA provided ways for
teacher educators and classroom practitioners to come to that consensus and build
public confidence. When considering beginning teacher assessment(s), perhaps a
matter of consensus could be that teaching is a moral practice and that this is recog-
nisable by the contributions being made to the individual growth of students as well
as those entering the teaching profession. This individual growth can be viewed as
doing good work (Ruyter and Kole 2010). A further acknowledgement is the
enabling of students and pre-service teachers to become ‘independent and responsi-
ble adults who contribute to the well being of society’, that is, doing good with the
work (Ruyter and Kole 2010, 208). Equally, doing good with the work includes
engaging in evidence-based practices and drawing on empirical research to inform
future directions for education at the tertiary level, as well as in schools and
classrooms. Structured portfolios can contribute to these goals.
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